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CHAPTER I

INTRODUCTION
"If I hear.... I forget
If I see ... I remember

If I do ... I understand"
-A Chinese Proverb

Introduction to the Problem

Many scholars of gifted education have stated that early
placement of children in gifted programs would provide opportunities
for maximum development of potential and for nurturance of positive
self concepts. Early identification and placement are also strongly
suggested to help prevent underachievement (Karnes, 1988; Kitano,
1985a; and Van Tassel-Baska, 1988). Despite these needs, Karnes (1983)
described very young gifted children as disadvantaged and
underserved. More recently, the needs of young gifted children have
become the subject of much discussion in the literature, and many
educators have begun to address how to identify and serve this
population (Karnes & Johnson, 1991 ).
One approach for identification of young gifted children reflects
the spirit of Tittle's (1979) "casting a wide net" (Congdon, 1985; Karnes,
Shwedel & Llnnemeyer, 1982; Kingore, 1990; and Lupkowski, 1985 ). This
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approach enables many children with potential in a variety of areas to
be "caught" and provided with appropriate programing. In this
approach, multiple measures of identification are used in evaluation of
preschool children (Kitano and Kirby, 1986). The evaluation process
should combine objective and subjective measures. These may include a
variety of standardized intelligence tests, tests of creativity, and
parent/teacher observation-based methods.
Despite the clear need for early identification of giftedness, the
identification process itself can be problematic, especially at the
preschool age. Reliable instruments and procedures appropriate for
identifying preschool gifted children are lacking (Karnes & Johnson,
1987a, 1991; and McFarland, 1980).

Isaacs (1987) pointed out how

intelligence tests have limited reliability for individual children during
the early years, especially in the upper ranges of ability; and Roedell,
Jackson, & Robinson ( 1980), showed that the validity of some
standardized tests rests primarily on their ability to predict school
performance. Studies by Renzulli and Treffinger (1986) suggest gifted
characteristics and traits are not limited to those addressed in
standardized tests. According to Eisner (1981, cited in Wexler-Sherman,
Gardener, & Feldman, 1988), the narrow range of content areas
evaluated by most standardized tests results in little examination, if any,
of abilities beyond the logical-mathematical and verbal.
Creativity tests also are considered a problem in the identification
of giftedness (Lewis & Louis, 1991). Sattler (1982) stated that tests of
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creativity assess a narrow range of abilities and that assurance of
construct validity is difficult. Others have criticized the use of
Torrance's Tests for Creative Thinking (Torrance, 1966 ), questioning the
use of a paper and pencil test to measure something as complex as
human creativity.
Although the use of teacher nomination methods has been
criticized for accuracy when compared to students' IQscores, Gear
(1978) and Frasier (1987) recommend using parent/teacher
observation-based checklists to identify gifted characteristics.
Observation-based methods such as these allow for opportunities to
identify other intelligences such as those described in Howard
Gardner's multiple intelligence theory (Gardner, 1983) and which may
be missed in standardized tests. Observation-based instruments also
offer on-going assessment which can be fused with the curriculum and
are appropriate for gifted preschool children, whose talents may
emerge at different times.
Many educators have long recognized the importance of
environmental factors on the development of optimal growth during
early childhood. Great emphasis has been placed on environmental
factors as related to the needs of children from three to five years old.
Development of giftedness depends on person-environment interaction
where talents are nourished. The ideal environment includes
opportunities to develop and demonstrate potential giftedness.
Preschool gifted children, in particular, need a curricular program

6

which provides a nurturing environment and which fosters the
development of giftedness. Such a program would use observational
tools designed to be integrated into the curriculum and which would
enable the preschool teacher to identify gifted characteristics as they
emerge. Richert, Alvino, & McDonnel (1982) refer to this fusion of
curriculum and assessment as a "developmental curriculum" (p.176).
This "developmental curriculum" occurs in a learning environment,
specially created so that gifted potential can be developed and observed.
The developmental curriculum, as defined by Richert et al., provides
opportunities for finding those areas of exceptional potential while
viewing the child in a classroom context that includes socialization and
many experiences designed to encourage active exploration. It is clear,
then, that in order to identify preschool gifted children and meet their
needs, educators ought to use an age appropriate "developmental
curriculum" that will evoke extraordinary potential and help identify
the students' areas of giftedness, whether in academics, creativity,
leadership, or the arts.
One possible strategy to use in a Richert developmental
curriculum, which would nurture and identify giftedness in preschool
children, is creative drama. Creative drama is, in essence, a
developmentally appropriate form of theater for young children. It
includes a variety of activities in sensory awareness, creative
movement, pantomime, story dramatization, and role play. It is an art
form which can be an effective educational strategy or way of learning,
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and which enhances skills in drama and many other areas of the
curriculum (Fox, 1987; Heinig, 1987; Kase-Polisini, 1988; Mccaslin, 1990;
Rosenberg, 1987; and Salisbury, 1986). Courtney (1985) believes drama
is a way of knowing, of knowledge gained by dramatic doing. Between
the ages of two and five, children's capacity to create vivid pretend
performances grows rapidly; and their sense of an alternative reality is
vivid (Wolf, 1985). Creative drama is a directed form of play, with the
teacher guiding the participants beyond dramatic play into improvised
playmaking (Fox, 1987). Emphasis is on the creation of an environment
for personal growth in the cognitive, affective, and psychomotor
domains (Mccaslin, 1987). A major goal of creative drama is the
emergence of a variety of abilities, and not on performance before an
audience.
Although the focus of creative drama is not upon skilled
performance to entertain an audience, children participating in
creative drama do demonstrate their abilities in a variety of
performance-based activities. Gardner ( 1985) suggests that studies of
drama/theatre can be helpful for understanding how all the multiple
intelligences are used because, as a "performer," one is orchestrating
and blending skills of the intelligences. The performance-based
activities in creative drama enlist the gifted potential in all of Gardner's
( 1983) multiple intelligences. Thus creative drama may be used to
nurture the development of many intelligences. It may also be used to

8

observe preschool children's performance of emerging skills in the
multiple intelligences.
Creative drama may nurture giftedness in this type of
developmental curriculum in another way.

In the book Gifted

children: Psychosocial & education perspectives, Tannenbaum (1983)
identifies the environment as a key factor in the development of the
gifted as producers of ideas. As producers of ideas, Tannenbaum
explains that children create rather than consume information. A
creative drama environment centers upon divergent-productive
thinking activities and questioning techniques. Creative drama allows
for the creation of a favorable climate wherein children may become
producers of ideas through dramatic expression.
Creative drama may also be considered an appropriate strategy
for identification of gifted preschool children. Borland ( 1989) suggests
that assessment of potential abilities is a more appropriate form of
identification of giftedness in very young children than assessment of
developed talents. Creative drama offers a multitude of opportunities for
potential abilities to be nurtured through its unique combination of
student self-expression with teacher direction. and because of the wide
variety of experiences it encompasses.

It also allows for the

observation and identification of these abilities as they emerge, versus
the identification of fully developed talents.
The information thus far presented indicates that there are
problems in developing procedures for identifying young gifted
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children, that one suggested procedure may be the use of Richert's
( 1982, 1985, & 1987) developmental curriculum, and that creative drama
may be one strategy that may be used for identification of giftedness in
such a learning environment. The viability of these statements needs to
be confirmed through a review of the literature.

Statement of the Purpose
The purpose of this study was to establish the viability of creative
drama as an observation-based strategy for identification of preschool
gifted children in an established learning environment. A review of
the literature was initiated using the following questions as organizers:
1. What is the importance of the environment in the

development of potential of young children?
2. What is the importance of early identification and placement
of gifted children?
3. What are the perceived problems related to identification and
placement of preschool gifted children?
4. How can specially created developmental curricula, per
Richert's ( 1982, 1985, & 1987) definition, be used within an established
learning environment to help identify giftedness in preschool
children?
5. What is creative drama and is it an appropriate strategy for use
with preschool gifted children in a developmental curriculum, as
defined by Richert?
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6. Can creative drama be a viable observation-based strategy to
use within an established learning environment to identify and/or
develop a broad spectrum of capabilities in preschool gifted children?

limitations of the Study
This study was limited to a review of literature which was
published within the last fifteen years. The review also was limited to
information pertaining to problems of identification of gifted preschool
children. The review of literature related to developmental curriculum
was limited to its potential use as an observation-based identification
method with gifted preschool children.

Information was located

through the University of Northern Iowa's Donald 0. Rod library using
inter-library loan service, the current indices, and CD-ROM databases.

Definition of Terms For the purposes of this review of literature, the following
definitions are used:
Gifted and Talented: refers to those identified as possessing
outstanding abilities who are capable of high performance. Gifted and
talented children are children who require appropriate instruction and
educational services commensurate with their abilities and needs
beyond those provided by the regular school program. Gifted and
talented children include those children with demonstrated
achievement or potential ability, or both, in any of the following areas
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or in combination: general intellectual ability, creative thinking,
leadership ability, visual and performing arts ability, and specific
ability aptitude (cited in Cassidy & Hossler, 1992).
Creative drama: Mccaslin ( 1990) gives a definition accepted by
the Children's Theatre Association as:
an improvisational, nonexhibitional, process-centered form of drama
in which participants are guided by a leader to imagine, enact, and
reflect upon human experiences. The leader guides the group to
explore, develop, express and communicate ideas, concepts, and
feelings through dramatic enactment. In creative drama the group
improvises action and dialogue appropriate to the content it is
exploring, using elements of drama to give form and meaning to the
experience (p. 5).
Developmental Curriculum: for purposes of this study, Richert's
( 1982, 1985, & 1987) concept of a developmental curriculum will be used.
This developmental curriculum occurs in a learning environment,
specially created by the teacher, so that high levels of cognitive and
affective potential can be developed and observed. Richert's
developmental curriculum provides opportunities for finding those
areas of exceptional potential while viewing the child in a classroom
context that includes socialization and many other experiences designed
to encourage active exploration.
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CHAPTER II

REVIEW OF LITERATURE

Introduction

This review of literature will first assess the importance of the
environment in early childhood for development of potential. The
rationale for early identification and placement of gifted children will
be addressed in the second section. The third section will examine
problems related to identification and placement for giftedness in
preschool children as contained in the literature. An examination of a
developmental curriculum, as defined by Richert, 1982, 1985, & 1987),
and its use by preschool programs in the identification process for
giftedness will be the focus of the fourth section. This will be followed
by a review of the literature regarding the uses of creative drama and
its compatibility with Richert's developmental curriculum for purposes
of identification and development of a broad spectrum of abilities in
preschool gifted children. Based on this information, this chapter will
conclude with consideration of creative drama as a viable observationbased strategy for assessment of potential giftedness in preschool
children within an established learning environment.
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The Importance of the Environment in Development of Potential
Acknowledgment of the role of the environment in the
development of a child's potential has been recognized by many experts
for more than a quarter of a century. The importance of nurturing
experiences in the early years of life as a means of actualizing the
young child's potential was emphasized by Hunt (1961 ).

He argued that

intelligence is equally based on both a child's inherent ability and his
or her environment. Others also determined the significance of the
environment in early childhood (Bloom, 1964; Eisenberg, 1969; and
Rutter, 1979). They stressed that the development of intelligence is
dependent upon the quality and organization of the environment. They
also stated that if the environment is optimal, then development is
expected to progress along the upper end of a child's genetic potential.
Therefore, environmental deprivation would-result in cognitive
deficits.
Additional research findings indicate that environmental
influences exert a stronger effect on intellectual development during
preschool years than during later childhood (Clarke & Clarke, 1976; and
Clarke, 1984).

The National Association for Education of Young Children

(NAYEC), in their 1987 position statement, emphasized the importance of
the environment in early childhood.

According to the NAEYC, the

environment plays a major role in any quality early childhood program
for promoting physical, social, emotional, and cognitive development of
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young children.

Morrison (1991), in his review of the literature, found

numerous studies that attribute long-term effects on cognitive,
affective, and social development to the environment during the early
years of a child's life. Thus, the important role of the quality of the
environment has been recognized as very influential in the
development of potential in early childhood.

The Importance of Early Identification and Placement for the
Gifted Child
The need for early identification is central to providing an
educational environment for development of a child's gifted potential.
The trend in compensatory education is to offer an environment with
positive early experiences in order to overcome some inherent barriers
to success such as poverty, physical disabilities, or cultural
disadvantages.

Many educators in the field of gifted education also

recognize the importance of the environment in early childhood and
strongly support early identification of giftedness.

Feldman ( 1980,

1986), for example, attributes experiences in the gifted child's early
years as influential to his or her motivation to learn and his or her
persistence to a task.

He and others (Bloom, 1964; and Karnes, Shwedel,

& Llnnemeyer, 1982) also discuss the importance of the early years for

providing opportunities which nurture a gifted child's abilities and
encourage positive self-concepts regarding gifted potential.
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Another argument for early identification involves the problem
that some gifted children learn to "cover up" their abilities. The
adverse influence of social pressure upon the gifted has been
documented by many (Gowan & Bruch, 1971; Meeker, 1969; and Terman,
1959; as cited by Fatouros, 1986). Studies of gifted children indicate that
some modify their social, creative, and intellectual behavior if
bombarded by environments which tend to encourage modification of
behavior toward the group mean. For gifted children, this modification
toward the mean represents regression. Therefore, identification of a
child's different areas of giftedness is more likely if identification is
made early and before the gifted child attempts to cover up his or her
abilities.
Studies have shown that underachieving gifted students of all
ages are often those with a poor self concept (Karnes & Johnson, 1987b)
and that helping children to develop positive feelings about themselves
and their abilities is one of the best ways to insure enjoyment and
success in school (Wolfie, 1989). In fact, some research indicates that
underachievement in gifted children can be identified as early as three
years old (St. George Regional Development Committee, 1981). Whitmore
( 1980) attributed the cause of underachievement in gifted adolescents to
the lack of support in the early years when the children were not
challenged and consequently developed negative feelings about school.
Kitano ( 1982) described the absence of appropriate services for young
gifted children as one source for underachievement's " devastating
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waste of potential." Karnes (1988) pointed to early identification of
giftedness and the provision of challenging, supportive environments
which address the needs of the child as one way to prevent
underachievement.
An additional reason for early identification of giftedness has

been argued by Feldhusen (1986), Richert et al., (1982), and
Tannenbaum (1983).

Giftedness emerges, they argued, from interaction

of innate potential and experience.

Giftedness may not exist early in

life but may emerge only as a product of interaction between an
infant's genetic endowment and the environment.

When optimal

learning experiences are provided and give an experiential foundation
for gifts to emerge, then development is expected to progress along the
upper end of a child's genetic potential.

The work of Barbara Clark

( 1988) has suggested that there are sensitive periods of time from birth
to five years in which the provision of a nurturing environment
relates strongly to optimal development of potential in children. She
has focused on the environmental influences on intellectual growth
during early childhood and the importance of early learning to the
development of giftedness. The earlier children are identified and
provided with appropriate programming, and the earlier the personenvironment interaction for talents is nourished and developed, the
better are their chances of fully actualizing their potential.

As stated

by Lewis & Louis (1991), "If giftedness is not nurtured at an early age, it
is vulnerable to extinction" (p. 373 ).
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Thus, the literature indicates that identification of giftedness in
preschool children and appropriate placement may influence
motivation to learn, persistence to a task, prevent underachievement
and reduce the length of time spent on rehabilitation. It may also
provide an experiential foundation for giftedness to emerge and result
in positive self concepts regarding giftedness.

Identification and Placement Problems with Gifted Preschool Children
An Absence of Preschool Programs for the Gifted

The role of the environment in early childhood for development
of potential and the necessity for early intervention has been
recognized in the literature. Yet the needs of the preschool gifted have
been neglected for a long time. Previously, the third grade was believed
to be the lowest cut-off point by which identification of talent must be
made before irretrievable loss of a talent would occur (Fatouros, 1986).
Until the late 1970's, little interest centered on identifying gifted
children younger than the age of 8 years.

Then, in 197 8, the Gifted and

Talented Children's Education Act (P.L 95-561) included preschool
children in the age range of children entitled to special programming
services. When the federal government later repealed this law, all
gifted and talented programs became the responsibility of the
individual states. Programs for the gifted were limited by funding and
advocacy problems. In the process, greater attention was focused upon
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the needs of elementary children and secondary youth while the needs
of the very young gifted were essentially ignored.
Jenkins (1979) surveyed all fifty states and discovered only 113
programs for gifted children at the primary and preschool levels
combined. Twenty of these programs were at the kindergarten level,
and only five were for children below kindergarten. Even states
reputed to have led the field in gifted education, such as California,
Connecticut, and Georgia, did not have any programs for gifted children
under the age of five. Roedell, Jackson, & Robinson ( 1980) also found
very few programs existed for gifted children below kindergarten age.
Karnes ( 1983) described programs for 3-and 4-year-old gifted,
nonhandicapped youngsters as "essentially nonexistent."

Richert et al.,

( 1982) referred to the young child as among those groups of gifted who
are considered underserved.
-

Karnes, Shwedel, and Kemp (1985) identified the young gifted as a
group, and especially those children between the ages of 3 and 5 years,
as one of the most neglected, unidentified, and under programmed. In
1985, Cox, Daniel, and Boston found most gifted programs initiated for
gifted children in the public schools did not begin until the middle
years. In a review of literature, Kitano (1985b) found the emphasis and
interest in identification of giftedness remained centered on serving
older gifted children and usually did not extend to the crucial early
childhood years. Even a group of gifted advocates such as the State
Directors for Gifted and Talented rated training for teachers of gifted
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preschool children as a significantly lower priority than most other
areas of concern (Cross & Dobbs, 1987). The group's identified areas of
concern were mainly directed toward older gifted children and youth.
As recently as 1987, Schweinhart, Koshel & Bridgman found that most
programs for preschool children throughout the United States do not
focus on the educational needs of gifted children.
There are some recent exceptions which recognize the critical
need to provide a differentiated curriculum for gifted preschoolers. The
State of Louisiana is one example where school systems are mandated to
evaluate three and four-year-olds who indicate giftedness and to
provide free public education to all eligible children. Other exemplary
preschool programs for the gifted include: the Astor Program in New
York (Ehrlich, 1980); the New Mexico State University Preschool for the
Gifted (Kitano & Kirby, 1986); the Pippi Program (Swassing, 1985); the
Project Spectrum (Wexler-Sherman, Gardner, & Feldman, 1988); the
Seattle Child Development Preschool (Roedell et al., 1980); and the gifted
programs at the University of Illinois, Champaign-Urbana (Karnes &
Bertschi, 1978; and Karnes, Shwedel, & Llnnemeyer, 1982).
However, a major barrier to serving the preschool gifted is the
scarcity of such exemplary model programs that can be replicated with
confidence (Karnes, 1988). With the exception of Head Start, the vast
majority of preschool programs are independently sponsored, and
special programming for the gifted is beyond the means of most
independent preschools (Smutny & Blocksom, 1990).
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The Absence of Consensus in Defining a Concept of Giftedness
One of the problems related to identification of giftedness in
preschool children (as well as older children) is a lack of consensus
concerning the definition of giftedness.

Sternberg and Davidson's

( 1986) book, Conceptions of Giftedness, lists 1 7 different concepts of
giftedness. They argue that giftedness is something invented, that it is
what a particular society wants it to be and that the concept of
giftedness changes over time and place. The National Report on
Identification (Richert, et al., 1982) found evidence of diverse and
conflicting definitions and concluded that a general confusion exists
regarding giftedness. They reported that because many states vary in
their definitions, the types of programs initiated and the ages and
specific gifted abilities of children serviced also vary. A child
qualifying as gifted in one educational system -may not be identified as
gifted in another state which mandates a different definition and a
different set of identification critieria. Because certain abilities are
recognized and others are ignored, the needs of many gifted children
are ignored. In 1985, and again in 1990, a nationwide survey compared
the state and federal definitions used for giftedness (Cassidy & Hossler,
1992; Cassidy & Johnson, 1986 ). Cassidy & Hossier's survey ( 1992)
revealed that the intellectually and academically gifted are recognized
by all states, but far fewer states specifically include excellence in
leadership or the visual and performing arts areas.
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For very young children, growth patterns are a problem in
identification of giftedness. The behavior of very young children is
less stable and consistent than the behavior of older children because
personalities are still forming. Therefore, a definition of giftedness
based upon the more balanced characteristics of older gifted individuals
may prohibit identification of many preschool children who exhibit
uneven development, who are late bloomers, or who may not
demonstrate high achievement in basic skill areas because of lack of
experience due to their limited environment and age.

Because gifted

and talented children exist in all age categories, definitions of
giftedness should allow for the identification of potential in the
preschool gifted.

Definitions should depend upon early indicators of

giftedness rather than upon actual accomplishments and should include
the emergance of potential in all areas of giftedness.
Another area in which there seems to be a lack of consensus is
the apparent emphasis on the capacity for cognitive potential in verbal
and mathematical areas over other categories of giftedness.

Verbal and

mathematical abilities have been the main focus for identification of
gifted children despite the popularity of newer definitions of
intelligence such as Howard Gardner's ( 1983) physiologically-based
theory.

Gardner's Multiple Intelligence Theory (MIT) proposes that

human intelligence consists of seven separate domains: ( 1) linguistic,
(2) musical, (3) logical/mathematical, (4) visual-spatial, (5) bodily
kinesthetic, (6) inter-personal, which refers to the ability to
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understand and interact with others; and (7) intrapersonal, the ability
to know oneself and to have a developed sense of identity. The MIT
recognizes abilities in areas such as music, fine and gross motor skills
and the two "personal" intelligences as areas of cognitive competence.
Studies are still pending regarding the viability of the MIT; but, if
accepted, this theory supports a broad definition of giftedness that
includes individuals who are socially, personally, and kinesthetically
gifted (Kitano & Kirby, 1986).

This definition of intelligence seems to

better consider the "whole" child and may make allowances for the
uneven development of the preschool age gifted.
Gallagher & Treffinger (1985) suggest that a pluralistic view of
giftedness which is multi-cultural, multi-modal and multi-dimensional
would improve the identification process. A pluralistic view would
include criteria beyond standardized test scores for operational
definitions.

The rationale for a pluralistic view of giftedness has been

accepted by many, but the development of identification instruments
which would qualify are not yet a universally recognized reality.
Kitano & Kirby ( 1986) identify the lack of reference to multifactor
conceptions of intelligence as suggested by Gardner ( 1983) as one of the
reasons why there are subpopulations of gifted not identified; among
these are gifted 3 and 4-year olds.

23

Problems with Identification Instruments for Preschool Gifted Children
Just what strategy is best to identify the gifted has not been
sufficiently answered by research (Karnes et al., 1982). Giftedness in
many older children has been defined by either high scores on IQ tests
or high scores on achievement tests (Yancey, 1983 ). Many in the field
of gifted education and cognitive science have criticized this practice
and expressed ideas to expand the concepts of giftedness beyond the IQ
(Feldhusen, 1986; Gardner, 1983; Richert, 1982, 1985; Sternberg, 1985;
and Taylor, Albo, Holland, & Brandt, 1985). One criticism has focused
upon the narrow range of content areas evaluated by most standardized
tests, resulting in little examination of abilities beyond the
mathematical and verbal (Eisner, 1981, 1987). According to Howard
Gardner (1986), IQ tests essentially measure only two intelligences, the
linguistic and logical-mathematical, and do not consider other basic
competencies or "intelligences." Karnes et al., "(1982) label standardized
tests as a problem because of their inability to predict achievement
other than in school and their inability to predict achievement in areas
of talent such as the arts and leadership. Lewis and Louis (1991) argue
that standardized tests of intelligence do not provide a means of
detecting high levels of creativity. Other researchers do not
recommend them as the only means of identification ( Cox, Daniel, &
Boston, 1985; Mathews, 1988; and McFarland, 1980).
One specific problem with the use of IQ tests for identification of
gifted preschool children is that they are less reliable for younger
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children than older children. Standardized tests are considered
especially unsuccessful in identification of gifted preschoolers because
most tests are only partially reliable before ages five or six, notably in
the upper ranges of ability (Isaacs, 1987; and Lupkowski & Lupdowski,
1985). A particular weakness is that many of the measures available
may not identify late bloomers (Kitano, 1982).
Several intelligence tests are used with young children in the
process of identification. Roedell et al., ( 1980) found the validity of the
McCarthy Scales of Children's Abilities and the Peabody Picture
Vocabulary Test, rests primarily on their ability to predict school
performance. Although Sattler ( 1982) found that the Wechesler
Preschool & Primary Scale of Intelligence (WPPSI) can be considered a
viable instrument with excellent reliability in evaluating preschoolers
for giftedness, he points to its limitations such as the length of time for
administration, difficulty in scoring, and limited floor and ceiling. A
creativity test recommended for preschool children by Frazier ( 1987)
and Karnes, Shwedel, & Kemp ( 1985) is the Thinking Creatively in
Action and Motion test (Torrance, 1981). Others, such as Sattler (1982),
are critical of such tests of creativity because of a perception that they
often assess a narrow range of abilities and construct validity is
difficult to attain.
Many authors recommend using an approach for identification
of young gifted children that reflects the spirit of Tittle's (1979)
"casting a wide net" which enables many children with potential to be
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"caught" in order to avoid missing any children who may have potential
talents (Congdon, 1985; Karnes et al., 1982; Kingore, 1990; Kitano &
Kirby, 1986; and Lupkowski, 1985). This screening process is based
upon the belief that it is preferable to classify those who are not gifted
than not to identify gifted children.

It includes standardized testing as

its basis, but requires the use of multiple criteria in assessment.

Many

in the literature recommend the use of multiple criteria paired with
individually administered tests of intelligence for preschool children
(Balzer & Siewert, 1990; Cohen, 1990; Erlich, 1980, 1986; and Roedell et al.,
1980).

In addition to formal testing, these scholars consider

appropriate the criteria obtained from parent nominations,
questionnaires and interviews, or observation-based assessments used
by trained teachers. Of this list, this paper will focus on the use of
teacher observation and assessment.
The use of teacher nomination for giftedness in elementary
children has been criticized when compared with IQ scores as a
criterion for accuracy (Gear, 1978). Gallagher (1985) states that
underachievers and culturally deprived children may be overlooked by
teachers. In defense of teacher nomination, Renzulli and Treffinger
( 1986) argue that gifted traits are included but not restricted to
traditional intelligence measures such as the IQ and therefore teacher
nomination need not be considered inaccurate. Tuttle ( 197 8) states that
teacher nomination based on observation can be effective if teachers
are first trained in the gifted identification process.

The controversy
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over teacher nominations has largely centered on identification of
elementary children.

This writer found very little discussion in the

literature regarding data on the accuracy of teacher assessment of
giftedness in preschool children.

However, use of observation by the

teacher is considered developmentally appropriate for identification of
young gifted children (Kingore, 1990) and should by further explored.
Although data based on teacher observations has its limitations,
careful observation used with individual testing is preferred by many
authors and is considered a source of information for identification of
young gifted children (Balzer & Siewert, 1990; Karnes, 1983; Karnes &
Johnson, 1986; and Roedell et al., 1980). Observtion-based assessment is
an on-going process where a child's behaviors are considered over a
period of time in order that exceptional abilities can be recognized. This
is recommended by Karnes & Johnson (1986) and Karnes et al., (1982).
The consideration of long term observation-based data allows for the
inconsistency in performance which frequently characterizes young
gifted children's performance (Balzer & Siewert, 1990). Not all children
develop in the same way at the same time, and on-going identification
offers opportunities for the talent and abilities of "late bloomers" to
emerge.
Rimm (1984) recommends observation of children's behaviors as
one means of obtaining useful information for planning instruction for
the gifted. This strategy provides information regarding strengths and
needs. Karnes (1983) states that it helps to consider a child's abilities
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and performance not generally assessed by standardized tests.
Observation also increases opportunities for children of special
populations such as minority, disabled, low income, and disadvantaged to
reveal their abilities (Clark, 1988; Gallagher, 1985; and Karnes, 1988).
These scholars believe the observation-based process to be inclusive.
The intent is to provide multiple opportunities which elicit gifted
behaviors for all students and then to observe how students respond.
While research indicates that recommendations from teachers
without training are questionable, teacher nominations which are
observation-based and include lists of specific characteristics can be
relatively accurate if used after teacher inservice/training (Hoeksema,
1982; and Roedell et al., 1980). Characteristics of gifted children are
well documented in the literature and teachers can identify those
characteristics which seem to be similar to characteristics listed by
professionals working with gifted preschoolers (Karnes et al., 1982).

The Use of Richert's Developmental Curriculum in The
Identification of Gifted Preschool Children
Richert's Concept of a Developmental Curriculum
One procedure which utilizes teacher observation and may be
appropriate for identification of gifted preschool children is a specially
designed developmental curriculum. Richert ( 1987) describes such a
developmental curriculum as one created so that a child's potential
talents and abilities can be nurtured and observed. This is accomplished
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by teacher creation of an environment with opportunities for
development and demonstration of high levels of cognitive and
affective potential.

Richert et al., (1982) suggest that such a learning

environment allows talents to be nourished through personenvironment interaction.
The goal of identification is to find a child's area, or areas, of
exceptional potential, but the process must not view children in
isolation from their "social, familial, or experiential contexts"
(Mcloughlin, 1985, p.227).

A developmental curriculum, as viewed by

Richert et al., provides opportunities for finding those areas of
exceptional potential while viewing the child in a classroom context
that includes socialization and many experiences designed to encourage
active exploration. This developmental curriculum fuses assessment
and curriculum by making the assessment process on-going and almost
indistinguishable from the varied activities occurring in the classroom.
Richert's developmental curriculum also may be used either in a
regular classroom or in special classes designed to enrich the regular
classroom curriculum.

It may be used as a nomination procedure or as

a program option available to all children. If the approach is used after
children have been nominated as demonstrating potential, then it
becomes a specific program option for children demonstrating need.
After achieving a certain level of competence or excellence, children
may qualify for other program options; so this procedure serves for
their assessment as well (Richert et al., 1982).
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In the National Report on Identification (Richert et al., 1982),
lists nine objectives of a developmental curriculum. In order to provide
opportunities for development and demonstration of a variety of
exceptional abilities for both programming and identification purposes,
Richert et al., propose a curriculum should meet most of the following
objectives:
1. Content should be modified in one of these ways: based on student
interest; interdisciplinary; accelerated.
2. Emphasis should be on process, rather than content focusing on
creative and critical thinking.
3. Should be product development-oriented, rather than consumerof-information-oriented.
4. Should make use of resources at higher levels beyond the
classroom.
5. Affective objectives should include opportunities for creativity,
independence, self-evaluation and relations with gifted peers.
6. Learning environment should shift responsibility from teacher to
students.
7. Student environment should be based on individual, not
comparative, progress. There should be student involvement in
self-evaluation.
8. Each student's educational plan and progress are recorded.
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9. Special counseling services or affective strategies which focus on
self-esteem and interpersonal skills should be integrated into the
curriculum.
(p. 177).

The developmental curriculum provides for the development of
innate potential through experiential learning. This applies to all
students; regardless of age, background, characteristics, or areas of
exceptional potential (Richert, 1987).

Richert considers this procedure

to be very promising for identification of those talent areas not
amenable to testing, for which there are no predictive tests, or for
which there are no recognized professional standards for evaluation,
such as the performing arts. By making the assessment process ongoing, the developmental curriculum allows for the uneven
development of preschool children. It would seem then, that the
developmental curriculum is an ideally suited form of curriculum for
use in preschool programs to identify and program for young gifted
children.
Preschool Program Use of Developmental Curriculum Formats with
Preschool Gifted
The review of the literature revealed few preschool programs
designed to meet the needs of gifted children in this age group.

Of

these programs, several were found to use a multi-criteria approach to
identification of children for giftedness, including some form of a
developmental curriculum.

The gifted preschool projects developed by
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the University of Illinois include: the BOHST program (Bringing Out
Head Start Talents), the RAPHYT program (Retrieval and Acceleration of
Promising Young Handicapped Talented), and the University Primary
School (UPS). All three are examples of preschool programs using
observation for identification.

Developed by the University of Illinois,

these programs represent a diversity of gifted preschool children.
BORST provides opportunities for children from low-income households
who qualify for Head Start Programs, the RAPHYT program serves the
handicapped and nonhandicapped, and UPS serves high middle to upper
Socio Economic Status (SES) gifted children (Karnes & Johnson, 1987b,
1991).
In the University Primary School (UPS) program, children aged
three to seven years are referred to the program primarily by a parent
questionnaire and then are given an individual assessment in the areas
of intellectual, creative and fine motor/perceptual functioning (Karnes
& Johnson, 1991; and Karnes, Shwedel, & Kemp, 1985). Any one of the

following standardized tests are used: Goodenough-Harris Draw-APerson Test (Harris, 1963 ), Stanford-Binet Intelligence Test (Terman &
Merill, 1973), or Thinking Creatively in Action and Movement
(Torrance, 1981).

Instruction is guided by a combination of the open

classroom approach (Cazden, 1970) and adaptation of Guilford's ( 1959,
196 7) Structure of the Intellect, emphasizing the development of
creativity and higher-level thinking processes. The program
curriculum is determined by the child and the teacher, and there are no
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set curricula (Karnes & Johnson, 1991).

Teacher observation is based

upon on-going assessment of individual child growth and development
and is an important aspect of planning the differentiated curriculum
for each child. The assessment includes pre-academic and academic
skills, affective skills, fine and gross motor skills and
cognitive/language skills (Karnes, Shwedel, & Kemp, 1985 ).
The RAPYHT project for nonhandicapped gifted preschoolers uses
the first half of the year to focus on nurturing gifts and talents and on
in service training of staff and parents ( Karnes & Johnson, 1 991). The
inservice involves information on gifted children and how to observe
them using talent checklists and questionnaires. The identification
process involves the use of a series of talent checklists filled out by each
child's teacher and a questionnaire completed by each child's parent.
The questionnaire covers a variety of abilities such as intellectual
ability, specific academic aptitude, creative or productive thinking,
visual and performing arts, and leadership ability.

Then children are

eligible to participate in small-group activities in their areas of
identified strength.
The Project BOHST identification process begins with general
enrichment for the first half year, encouraging the development of
higher level thinking skills and talents. Special inservice training for
parents and teachers involves using a project developed instrument for
observing children to determine their strengths/talents.

After

determining the top 10-20% of children that appear to be potentially
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gifted, the second half of the year involves activities geared toward
individual strengths and talents ( Karnes & Johnson 1991 ). Findings
indicate the process identifies children as bright/gifted/talented and
also benefits those not so identified (Karnes & Johnson 1987b).
Both the RAPHYT and BOHST preschool programs use a parent
questionnaire and teacher checklist as the chief instruments to identify
children who might be potentially gifted.

In both programs, the first

half of the year involve general programming within an environment
which focused on the emergence and nurturance of six different talent
areas of giftedness listed in the Marland definition (1972) and the
development of thinking skills based on Guilford's SOI model. After
inservice training in observing children to determine their strengths
and talents, identification of specific talents involve the use of a
Preschool Talents Checklist (Karnes and Johnson, 1991 ).
The talent programming that follows is designed to develop the
identified child's potential talents by providing opportunities and
experiences in the talent area. The programming is both broad in scope
and individually tailored to the child. A teacher's manual consists of 10
small-group activities for each talent area. Each activity is organized to
develop four skills in the following areas: intellectual, creativity, art,
music, psychomotor, math, reading, and science. One obvious area of
omission is the inclusion of drama as one of the talent areas of the
performing arts; and no skills are identified as such.
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Another program providing quality environmental experiences
for fostering optimal development and fusing assessment is Project
Spectrum, headed by Gardner (Wexler-Sherman et al., 1988).

Project

Spectrum uses early assessment to determine a profile of all the
intelligences and uses observation and documentation of competencies
as they emerge in the natural setting of the preschool classroom.
Assessment extends over time and is a part of the ongoing classroom
curriculum.

This "evolutionary approach" to assessment involves the

collection of materials in a portfolio of each child's work.

The portfolio

may include such items as art work or a videotape of the child's ability
to adapt, invent, and replicate movements as he/she dances and plays
games.

Every activity and observation is accompanied by a working

style checklist that records the style most salient to each child's use of a
given material. Emphasis is placed upon providing opportunities for
demonstration of a broad range of content areas and the enhancement
of emerging abilities.
Project Spectrum accepts a broader concept of giftedness based
upon the MIT and strives to create an environment to nurture and elicit
demonstration of all seven of the intelligences.

Giftedness or potential

giftedness is identified by observing behavior in both naturally
occurring situations and contrived situations designed to elicit optimal
potential.

The assessment considers the uneven development of the

preschool child for giftedness.

The Project Spectrum approach exposes

children to more domains than are typically included in early childhood
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assessments or curriculums. It actively involves children in the
assessment process as they collect their work for portfolios or tape their
stories or songs. The MIT is used as a basis for assessment, curriculum,
and a philosophical framework through which to view children and
their particular set of strengths and working styles (Krechevsky, 1991;
and Wexler-Sherman, Gardner & Feldman, 1988).

This approach also

provides a sensitive profile of each child's cognitive and stylistic
strengths (Hatch & Gardner, 19 86).
The publicly funded program in East Baton Rouge Parish School
System, Louisiana, uses a screening process which includes both
parental and teacher questionnaires and standardized tests (Bums &
Tunnard, 1991).

Assessment includes the Hess School Readiness Scale

(1975), the Stanford-Binet Intelligence Test (1973), the Test of Early
Reading Ability (Reid, Bresko & Hammill, 1981), and the WoodcockJohnson Psycho-Educational Battery (Woodcock, 1975). Children are
screened and evaluated throughout the school year and an individual
educational plan (IEP) is developed prior to entry into the preschool
gifted class.

Emphasis is on the interaction of gifted preschoolers.

Teachers and administrators look beyond a traditional early childhood
classroom environment and create new environments that challenge
children and encourage investigation, experimentation, expression, and
self discovery based upon the individual child's characteristics.

The

program emphasizes creative and critical thinking, inquiry, problem
solving, and children working at their own pace.

Activities are divided
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into four categories: Games Table, Free Choice Centers, Individual
Instruction in math and reading, and Whole Group Instruction based
upon theme-oriented units using field trips, art, music, and creative
drama.
The preschool programs for gifted children examined in this
literature review all include some form of a developmental curriculum
for nurturing and observing a child's potential. Innovative and
appropriate observation-based strategies for a developmental
curriculum should be further explored. Although there are problems
related to current identification methods, teachers of preschool
children need more information on how to nurture the 'whole' gifted
preschool child and how to identify his or her spectrum of potential
areas of giftedness. It will be suggested in the next section that creative
drama is one strategy which may be used in a developmental
curriculum for identification of preschool gifted children.

The Use of Creative Drama with Preschool Gifted Children
Definition and Benefits of Creative Drama
During this century, a new interdisciplinary field has developed
that comprises both the art of drama/theatre and the art and science of
pedagogy (Landy, 1981). It is known by many names depending upon
its use; educational drama, child drama, drama in education, and
improvisational drama.

For purposes of this literature review it will be

referred to by its most commonly known name: creative drama.
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Mccaslin ( 1990) gives a definition of creative drama accepted by
the Children's Theatre Association. Creative drama is:
an improvisational, nonexhibitional, process-centered form of drama
in which participants are guided by a leader to imagine, enact, and
reflect upon human experiences. The leader guides the group to
explore, develop, express and communicate ideas, concepts, and
feelings through dramatic enactment. In creative drama the group
improvises action and dialogue appropriate to the content it is
exploring, using elements of drama to give form and meaning to the
experience" (p. 5).
Creative drama is not children's theatre; it is improvised drama.
Children interpret suggestions from visual or aural images, from stories
or events using their own actions and dialoque. Creative drama may use
a variety of elements, such as creative movement, guided imagery,
improvisation, pantomime, role play, sensory awareness, story
dramatization, story telling, and theatre games ( Berghammer, Federlein,
& Neilsen, 1991; Edwards, 1990; and Spolin, 1986). Although creative

drama is not the memorization and performance of scripts written by
adults, it is not simply the free, dramatic play of young children. In
Creative Drama in the Classroom, Nellie Mccaslin ( 1990) makes a
distinction between "dramatic play" and creative drama. She defines
the "dramatic play" of children as the "'free play' of the very young
child in which he explores his universe, imitating the actions and
character traits of those around him" (p. 8). Mccaslin states that
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creative drama is structured "play" under the guidance of a teacher, but
based on the children's interests, imaginations, and natural responses.
The growth of creative drama has been phenomenal, whether
integrated across the total school curriculum or as a subject in its own
right (Courtney, 1989). Tarlington & Verrior (1991) state that "drama
for thinking, drama for feeling, and drama for reflection" can be
important elements of a mode of learning which crosses the school
curriculum ( p. 7). Specific kinds of learning, especially in language
and social studies, can be promoted though the use of drama and many
writers have shown how effective drama as a method can be in the
service of an academic discipline (O'Neill, 1983 ). According to Mccaslin
( 1990), creative drama shares six objectives with elementary education.
These objectives are (a) creativity and aesthetic development, (b)
critical thinking, (c) social growth, (d) improved communication skills,
(e) development of values, and (f) self knowledge.
This writer found evidence of use of creative drama with
preschool, elementary, middle and high school children and youth.
Scholars such as Kase-Polisini (1988) state that creative drama may be
successfully used with any population.
The literature also revealed many studies, in a variety of
educational fields, which have found creative drama to benefit different
areas of the curriculum for diverse populations. For example, Henegar
(1984) describes different techniques designed around creative drama
activities which stimulated creativity and enhanced disadvantaged
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youth's verbal fluency, self-confidence, and creative problem-solving
skills. Creative drama also has been used successfully to develop
problem solving skills with elementary children (Brown, 1986; and
Riley, 1990).
Other studies, such as those by Stewig & McKee ( 1980) and Stewig
& Vail (1985) have used creative drama as a successful strategy for the

improvement of oral language skills in fourth and fifth grade children.
Moore and Caldwell ( 1990) found creative drama to be an effective form
of rehearsal in preparation for narrative writing in second and third
grade children.

The research of Galda (1982) and Lefkovitz & Derex

(1987) revealed experiential drama activities in sensory awareness
increased individual concentration and helped to counteract certain
reading disabilities such as lack of persistence and short attention span.
In a study by Gangi (1990), creative drama was found to enhance
upper elementary children's higher level thinking skills such as
synthesis and evaluation described in Bloom's Taxonomy ( 1964). She
also used creative drama activities to develop the divergent thinking
skills listed in Guilford's (1967) Structure of the Intellect. Yaffe (1989)
used drama in the classroom to hone thinking skills and increase
comprehension of subject matter. He described creative drama as
effective with general, gifted, and at-risk children and youth in grades
K-12.

The positive effects on children of the use of creative drama have
been detailed by Stewig & Vail (1985). They have attributed increased
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positive self concepts and increased demonstrations of creativity to
consistent participation in creative drama. In the field of counseling
and personal development, Shiner ( 1985) advocates the use of role play
for guidance therapy with the gifted. Herman & Kirschenbaum ( 1990)
have used creative drama activities to develop leadership and
interpersonal skills of gifted primary children. Creative drama also has
been demonstrated as an effective strategy to develop skills in social
awareness, empathy, clarification of values and attitudes, and an
understanding of theatre as an art (Heinig, 1987). The benefits of drama
have also been researched and confirmed by scholars such as Nellie
Mccaslin ( 1990), Dorothy Heathcote ( 1980), and June Cottrell ( 1987).
A particular strength of creative drama is its benefit in teaching
children with a variety of learning styles. Cranston ( 1991) and Cottrell
( 1987) state that creative drama experiences reinforce bi-modal
learning. Creative drama offers an opportunity for the child to use both
the left and right hemispheres of the brain. Children with a dominant
learning style, based on right hemispheric preference, have many
opportunities to use their strength in creative drama. Creative drama
gives these children a structure to express what they know and feel
(Cranston, 1991). Drama's use of guided imagery, where participants
create mental pictures, also serves the right hemispheric tendency
toward the visual-spatial interests. Pantomime serves the right
hemisphere's non-verbal characteristics while improvisation serves
the intuitive characteristics.
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According to Cranston and Cottrell, drama gives children with
different learning styles, such as the haptic learner, opportunities to
use physical movement to express their ideas. Creative drama's
emphasis on enacting an idea through creative movement and/ or
pantomime allows these children to experience physically the learning
rather than receive it verbally or visually.

In role play and story

dramatization, where dialogue is created, the left hemisphere's interests
in the verbal, the sequential, and rational can be utilized.
The literature review defines creative drama as an art form and
process which utilizes young children's natural interest in learning
through play. Many scholars recommend its use as a teaching tool in all
areas of the curriculum. They have found creative drama to be
appropriate for use with any age, a variety of learning styles, and for
diverse populations of children. Evidence in the review also supports
its use as a strategy for development of affective and cognitive skills.
The Use of Creative Drama with Preschool Children
Creative drama's use of play has been found in the literature to be
developmentally appropriate at the preschool level. Newsweek ( 1989)
has pointed out that many early childhood education strategies are
based less on "back to basics" paper and pencil rote learning, and more
on "hands-on" methods involving dramatic play. According to the
National Association for the Education of Young Children (NAEYC, 1987),
all children use dramatic play as a major method of learning by the age
of three, and leaders in the field of early childhood education promote
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opportunities for dramatic play. The NAEYC describes a
developmentally appropriate model preschool curriculum as one that
focuses less on rote learning of academic skills and more on play and
physical activity.

Kase-Polinsini (1988) states that creative drama is a

developmentally appropriate form of theatre for young children which
begins as an extension of dramatic play and involves improvisation of
physical action and dialogue.
Wolf ( 1985) describes how preschoolers recognize the immediate
qualities of dramatic language and are able to create an alternative
dramatic world through their dramatic play:
Between the ages of three and five years, as they engage in sociodramatic play; children speak in the first person, present-tense
dialogue of participants. Many children can distinguish the
fundamental quality of dramatic language as compared to narrative
language. They can intuit that in drama the words belong to
participants whereas in stories many of the words are those of an
observing narrator outside the flow of action (p. 326).
This writer found, in a review of the literature, several
curriculum guides for creative drama for children pre-kindergaren
through sixth grade. The American Association of Theatre for Youth
( 1987) and the states of Iowa, Illinois, Kansas, and Arizona are just a few
that have published curriculum guides which advocate its use to teach
the knowledge and skills of drama/theatre as an art form, as well as to
enhance personal growth of the "whole" child through the process of
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drama (Berghammer et al., 1991; Ball & Halverson, 1986; Droegemueler et
al, 1990; and Saldana, 1985). One of the major goals for studying theatre
arts is to help each child "develop to his or her fullest potential"
(Salisbury, 1986 p.2). Although these guides did not specify the use of
creative drama with gifted preschool children, many in the literature
recommend that curriculum for all gifted children be concerned with
the affective and cognitive growth of the "whole" child (Clark, 1983;
Kaplan, 1980; Maker, 1982; and Williams, 1970).
The Use of Creative Drama with Gifted Preschool Children
Although this writer's review of the literature revealed very
little information concerning the use of creative drama with gifted
preschool children several references are worth recognizing.
Gallagher (1985) includes "dramatics" as an appropriate area for
creative expression in preschool programs for the gifted. Recent
articles in special education journals, such as Gifted Child Today ( 1990)
and Teaching Exceptional Children (1991), recommend the use of
creative drama with gifted children to provide concrete opportunities to
explore higher-level thinking abilities. Mccaslin (1981; 1990) suggests
that drama is an ideal choice for use with the gifted because its wide
range of responsibilities challenge their ability to think of many
things at a time. She also lists as appropriate for gifted children,
creative drama's opportunities for involvement and collaboration with
peers, and its use of problem-solving under adult guidance. Activities
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such as these are recommended for gifted children by many scholars
(Maker, 1982; Pendarvis, Howley, & Howley, 1990; and Van Tassel-Baska,
1992). Consideration of the evidence in the literature, indicates that
creative drama is appropriate for and recommended for use with gifted
preschool children.
Creative Drama is Compatible with Richert's Developmental Curriculum
It has been shown that creative drama has many benefits and
may be used with preschool gifted children. A review of the literature
revealed creative drama also meets all of the nine objectives of a
developmental curriculum as defined by Richert et al. ( 1982) in the
following ways.
Content should be interdisciplinary.
First, Richert stated that the content in a developmental
curriculum should be interdisciplinary. Numerous creative drama texts,
written especially for the elementary classroom teacher, advocate the
integration of drama to extend the understanding of content in other
areas of the curriculum (Cottrell, 1987; Cranston, 1991; Mccaslin, 1990;
and Salisbury, 1986 ). Many schools are using interdisciplinary
thematic units as a part of their curriculum lessons (Klein, 1993). Many
writers and teachers of drama have successfully integrated creative
drama and other art forms such as writing, art and dance (Lewis, 1993 ).
It has been found that the dramatic explorations of children can
culminate in a booklet of writings, original dance pieces performed by
the class or in paintings and other art work.

Throughout the drama
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process children are allowed to make connections among different art
forms. Music, poetry and reproductions of famous works of art may
become the motivation for ideas in creative movement, improvisations,
and other forms of drama (Hamilton and Weiss, 1990).
It appears from the literature that the use of drama as an
educational tool is reinforced by actual practice in the classroom.
Classroom use of drama as a means of understanding academic subject
areas has been demonstrated by such master teachers as Dorothy
Heathcote and Gavin Bolton, whose work epitomizes drama as a method
or tool in the teaching of cognitive skills.
Focus on creative and critical thinking processes.
Richert's second objective for a developmental curriculum is that
its "emphasis should be on process over content, focusing on creative
and critical thinking" (p. 177). Kase-Polisini ( 1988) describes the
playmaking process of creative drama as a creative process.

In The

Creative Drama Book: Three Approaches, she compares five phases in
the playmaking process to the phases of the creative process.

The

creative drama process presents a problem or a situation and asks
students to use divergent thinking abilities such as fluency, flexibility,
originality and elaboration to solve that problem.

The emphasis is not

on a single "right" answer, but on the number, variety, or novelty
solutions to the problem.

The creative drama leader's careful use of

open-ended questions encourages the students' creative thinking
(Stewig, 1982). Questions such as "What would it be like if...?" put
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emphasis on a creative thinking process not on a right or wrong
answer.
Creative drama also has been found to possess much potential in
the teaching of critical thinking (de la Roche, 1992).

For example,

improvisation involves critical thinking outcomes such as recalling
information, making associations between objects and actions, and
making comparisons (Berghammer et al., 1991 ).

Schafner (1984) states

that participants in role drama are consistently working at the higher
levels of Bloom's Taxonomy because they make judgments, reflect, make
and test hypotheses, draw conclusions, and analyze situations and
characters.
Product development-oriented.
Richert listed as a third characteristic of a developmental
curriculum that it must be "product development-oriented, rather than
consumer-of-information-oriented" (p. 177). Barton and Booth's (1990)
book, Stories in the Classroom, shows how creative drama can be used
with children in a product development-oriented atmosphere.

They

model how stories are told and how children explore parallel situations
through role playing, problem solving, extending the story back in
time or forward into an imagined future, and how they use their
personal experiences to invent "tangential" stories.

Barton and Booth

state that elaborating the story with additions to the situations and
characters or changing the ending in order to understand varying
points of view are examples of how creative drama allows development
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of a product over its use as a means of relaying information.

Although

it is true that creative drama does not include the formal, performance
of a play "on stage," a product is developed by children as they express
their ideas in some verbal or creative movement form and present those
ideas before the class.
Winner ( 1 991) documents the compatibility of Arts Propel 's
current merging of curriculum and portfolio assessments with longterm, product-oriented projects. This merging of curriculum and
porfolio assessment is compatible with the use of creative drama as part
of a developmental curriculum.
Use of resources at higher levels beyond the classroom.
The fourth qualification for a developmental curriculum is that it
"should make use of resources at higher levels beyond the classroom"
(p.177).

Salisbury (1986) states that the study of theatre arts is really

the study of life and that children learn more--about themselves, and
"more about other people through acting out and reflecting upon
human experiences" (p. 4). Creative drama is a form of the theatre arts
and as such offers many opportunities to utilize resources from the
community. Experiences based upon field trips to community theatres
for live performances; or invitations to residential artists for
presentation of mime, dance, music, or visual arts can be integrated into
creative drama lessons. Speakers representing multicultural
perspectives may visit the classroom and add to creative drama's use of
multicultural and/or global perspectives.
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Use of affective objectives.
Richert's fifth characteristic of a developmental curriculum is
the use of affective objectives which "include opportunities for
creativity, independence, self-evaluation, and relations with gifted
peers" (p. 177). Affective development involves the feeling or
emotional aspect of experiencing and learning, including joys, fears,
concerns, values and attitudes (Edwards, 1990). Scholars such as
Dimondstein (1974) and Gardner (1973) have described the intimate
relationship between the arts and affective development (cited in
F.dwards, 1990).
Current interest in teaching the "whole child" includes the
affective and psychomotor domains in addition to the cognitive
(Edwards, 1990). The National Education Association (NEA Resolution:
B-28) has passed a resolution advocating the inclusion of the arts as a
basic component of all education because of the arts' opportunities for
teaching the "whole child," including their intellectual, aesthetic and
emotional development.

According to Rosenberg ( 1987), creative drama

involves the whole child; and, as a learning medium, it integrates
cognitive, affective, social and psychomotor abilities through activities
which allow participants to think, feel, and move together with others
while enacting a drama.
One of the major goals of creative drama is to help each child
develop to his or her fullest potential, not necessarily to become an
actor or actress.

Creative drama may be used to achieve a variety of
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objectives including the realization of self potential (Kase-Polisini,
1988).

Salisbury (1986) indicates that participation in the theatre arts

helps the child develop an awareness of self as a physical, creative,
reflective and social being.

According to Brian Way ( 196 7), the

function of drama is to develop the "whole person."

He states that

drama can assist in this development because " emotional, intuitive and
social training are as necessary for the gifted person as they are for the
less gifted" (p 10).
The affective objectives stressed by many creative drama
scholars are compatible with those mentioned for a developmental
curriculum suitable for gifted students.

The transformations necessary

for students to create a whole environment spontaneously, out of thin
air, allow for creativity and are at the heart of creative drama's
affective objectives (Spolin, 1986).

Mccaslin (1981) identifies four

major objectives which relate to the affective -domain: artistic exposure,
social awareness, expressive development and enjoyment. This is
reinforced by Edwards ( 1990) who says that the goal of creative drama is
not to perform for an audience but to enhance the affective growth and
development of children.
The review of the literature indicates that educational
experiences that focus on the affective domain emphasize the
development of self-awareness, insight and self-knowledge.
Development in self-understanding must also involve interpersonal
experiences. Creative drama involves a group exploring the arts
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process together, communicating their ideas individually for their
student "audience", negotiating ideas while planning their playmaking, and improvisationally interacting with other members of the
group.
Student responsibility for learning environment.
The sixth characteristic of a developmental curriculum is that the
"learning environment should shift responsibility from teacher to
student" (p. 177). Creative drama is a means of self-expression that
encourages movement, gesture, language, and nonverbal
communication and offers many opportunities for independence.
Children learn to solve problems and to shape and control the drama,
They use their minds and bodies to give form to the art.

Salisbury

(1986) indicates that creative drama opportunities allow children to be
responsible for their learning. Many educators advocate a childcentered approach where children are empowered to choose content
and direct the forms of their own stories (Belenky, Clinchy, Goldberger,
& Tarule, 1986; and Gardner, 1991). O'Neill (1991) advocates child

oriented drama over teacher-controlled drama because it allows for
genuine improvisation, spontaneity, uncertainty, and sequence of
episodes or scenes not pre-determined but discovered. Many other
drama educators advocate that the teacher take on a role in
improvisation, called a "teacher in role" strategy, to insure some
structure but allow for children to respond actively, affectively and to
take responsibility for the direction of the drama.
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Individual, not comparative progress.
The seventh objective of Richert's developmental curriculum is
that the "environment should be based on individual not comparative
progress. There should be student involvement in self-evaluation "
(p. 177). Mccaslin ( 1990) gives a definition of creative drama, accepted
by the Children's Theatre Association of America in 1977, as a process
involving three steps; "to imagine, to enact and to reflect" (p. 5). Drama
encourages a creative environment for evaluation of children's
individual progress because the teacher is viewed as a guide,
challenging the child to think, to imagine, to clarify his or her ideas,
and to act them out using his or her own words or movements. A basic
part of that process is for children to reflect upon their work, to
evaluate the effectiveness of their ideas, to devise ways in which they
might change the work, and do it differently (Stewig, 1982).
It would seem to be true from this review of the literature that in
drama, more than in other disciplines, assessment of the work is given
to the participants themselves. Verrior (1983) states that in creative
drama children are encouraged to be reflective. Often at the end of a
lesson, or at an appropriate time within it, the teacher may invite
comments on the work of the group or ask them to evaluate their own
work (Davies, 1983). The evaluation process is described as "on-going"
and comparisons among individuals is not an element within the
structure of drama (Mccaslin, 1990). Salisbury (1986) recommends
"students be measured against their own potential, recording where
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they start and how far they progress, rather than comparing students
against each other" (p. 245).
The student environment in creative drama is based on individual
and not comparative progress. As children create dialogue and action
from given situations, they are encouraged to use evaluative listening,
which involves listening to their own verbalizations and to assess its
effectiveness.
Student educational plans and progress should be recorded.
Richert's eighth objective is that the developmental curriculum
allow each student's educational plan and progress to be recorded. Focus
on individual growth is also recommended for evaluation in a theatre
arts curriculum. Salisbury ( 1986) states that class discussion is part of
the creative drama process called "evaluation" and is built into every
lesson.

Teachers may assess a child's progress from his or her

responses to the dramatizations during class discussions.

Salisbury says

that assessment should incorporate a variety of strategies to record the
child's progress for planning future lessons. The evaluation should
reflect the child's participation in the creative process, what he or she
produces, and how he or she responds to aesthetic experiences.

Some of

the strategies which may be used in creative drama for evaluation
include class discussion, audio and videotape recording, problem solving
projects, role playing, oral and/or written critiques, and criteria
checklists.
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Cottrell ( 1987) also recommends regular evaluation of each
student's work to assess progress. She emphasizes that teachers can
"learn so much about a student through drama" and that unusual
abilities should be noted and specific behaviors described (p. 237).
Focus on self-esteem and interpersonal skills.
The ninth and final characteristic of a developmental curriculum
described by Richert et al. is that "special counseling services or
affective strategies which focus on self-esteem and interpersonal skills
should be integrated into the curriculum" (p. 177).

The therapeutic

values of creative drama with its psychological, social, and self concept
outcomes have been discussed at length by many writers in the field
(Stewig, 1982). Creative drama has been successfully used to improve
self concept and develop self-esteem through creation of imagery and
discovery of ways to express individual ideas (Lewis, 1993).
Verrior (1983) states that the social value of drama cannot be
ignored. He describes how teachers using role drama strive to find ways
in enable children to engage in drama as individuals and as members of
a social group. The dramas take place within the framework of a group
where children create with others. They interact cooperatively to solve
problems and as a part of this interaction, develop a sensitivity to the
feelings and actions of others. As the children share their ideas,
attitudes and cultural backgrounds, they are also asked to give audience
etiquette and respect to each other's ideas, resulting in development of
interpersonal skills.
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Spolin ( 1986) also recommends the use of creative drama to
develop social skills. She explains that in theatre games, social skills are
developed as children become involved with others while attempting to
play the game and solve the problem presented. Hensel (1991) suggests
that skills in social sensitivity, problem solving and conflict resolution
also can be developed through the creative drama element of role play.
In role play the child may imagine himself or herself to be someone
else, interacting with others in conflict situations, analyzing
alternatives, seeking solutions and expressing ideas and feelings
through role enactment.
Dana and Lynch-Brown (1991) recommend intertwining role
play scenarios, based upon children's literature, with the moral
education of the gifted. The work of Leroux (1986), Lindsey (1988), and
Sisk ( 1982) reveal the need for moral education of the gifted to further
their leadership development. Many of these··educators discuss the use
of moral education as a strategy for development of intrapersonal and
interpersonal skills, necessary for future leaders. In Maker's ( 1982)
text, Teaching Models in Education of the Gifted. Kolhberg's ( 1966)
Discussion of moral dilemmas is described as an appropriate strategy for
encouragement of interaction among gifted students with different
points of view. One of the recommended product modifications to
Kolhberg's moral dilemmas is the development of presentations or other
original products directed toward real audiences. Creative drama offers
many opportunities for presentation of moral dilemmas. Appropriate
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original products may include creative drama elements such as
pantomimes, story dramatizations or role plays.
It has been shown that creative drama has been used in
counseling services and with affective strategies which focus on selfesteem. Creative drama has also been used in the development of
interpersonal skills such as empathy, cooperation, and moral reasoning
necessary for leadership development.
A developmental curriculum as envisioned by Richert et al. was
shown earlier to be a promising procedure for nurturing and observing
potential in gifted children. This review of the literature indicates that
creative drama meets all nine of the objectives of such a developmental
curriculum and is appropriate for gifted preschool children. Therefore,
creative drama would appear to be an important strategy for
consideration in identification of gifted preschool children. The final
section of this paper will review the literature regarding the use of
creative drama as an observation-based strategy to identify gifted
characteristics.

Creative Drama as an Observation-based Strategy to Identify Gifted
Characteristics
This writer found little data regarding the effective use of
creative drama as an observation-based strategy in a developmental
curriculum for development and identification of potential in gifted
preschool children. Yet, one noteworthy study involving the use of
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creative drama as an assessment tool was the investigation by Furman
(1981). Furman reported successful use of creative drama as an
assessment tool in areas other than those designated as creativity or
drama. The focus of the research was on those behaviors in children
which demonstrated comprehension skills as defined in Bloom's
Taxonomy, such as translation, interpretation, and extrapolation. The
study did not attempt to develop actual instruments, but it did establish
the validity and reliability of creative drama as a tool for assessment.
Some other examples of this use of creative drama are evidenced
in the literature. First, creative drama offers opportunities for
observation of characteristics of giftedness in preschool children.
Preschool gifted children may be intellectually, socially, and
emotionally advanced; and may demonstrate ability and interest in a
single area (Karnes, 1983).

Freeman (1985) and Lewis and Michalson

(1985) list intellectual skills such as curiosity, concentration, memory,
sense of humor, and advanced language development as important
indicators of giftedness in preschoolers. Fern ( 1991) states that gifted
children whose distinctive talent is humor often demonstrated this
early in life, and schools could and should identify these children. She
describes mime, comedy, and impersonations as ways children may
express their humor. Her curriculum on humor, "Project Funny Bone"
( 1990), uses creative drama.

Adaptations for use with preschool

children may be made to help discover and develop the potential talent
of humor.

The use of storytelling may offer opportunities for
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observation of the gifted child's memory skills as he or she enacts the
sequence of events and words spoken by characters from the stories.
The gifted child's advanced language abilities also may be observed in
the child's improvised dialogues and interactions in role play activities.
In addition, Kingore ( 1990) lists perspective taking and sensitvity
as two additional characteristics in young gifted children which are
observable. Lewis and Louis (1991), in citing the study of White (1985),
list similar characteristics. These are the ability to take on the
perspective of others, to utilize a less egocentric style of thinking, to
anticipate future events, and a more advanced ability to deal with
abstractions. Cline ( 1989), in a review of the literature, pointed out that
creative drama asks children to see another's point of view in role play
activities. As children respond to the problems of characters in story
dramatizations or in improvised role plays, they may reveal their
empathy for other's needs either through non-verbal facial expressions
and body gestures or through their verbal expressions.
In a University of Redlands' study (Perez, Chassin, Ellington, &
Smith, 1982) creative drama was used to develop leadership skills in
preschool children. Leadership skills such as high verbal ability,
conveying ideas easily to peers, communicating feelings, giving
directions, and sensitivity to needs and concerns of their fellow peers
were identified through observation.
Affective skills such as good socio-emotional adjustment, positive
self-concept, motivation, persistence, and task orientation and
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accelerated learning seem to be characteristic of gifted preschoolers
(Lewis and Michalson, 1985 ).

In addition, a number of advanced social

skills have been found to be indicators of giftedness in young children.
For example, gifted preschoolers develop social knowledge earlier than
nongifted children and tend to interact more often with older children
and with adults than with peers. According to White (1985), the
difference between gifted and nongifted preschoolers is their approach
to social interchange.

He also found an increased tendency in gifted

children to engage in role-playing and make-believe behaviors.
Creative drama utilizes this interest in role play and make believe while
offering opportunities for observation of the gifted child's social skills
through the emphasis upon cooperative interactions in small and large
group dramatizations.
Several writers have described characteristics that can help
teachers develop informal checklists for identifying gifted
preschoolers. Karnes ( 1982) synthesized these behaviors and traits into
five categories that correspond to the Marland ( 1972) definition of
giftedness. A review of this synthesis reveals that in the area of visual
and performing arts, music and art behaviors and traits are listed but
there is no recognition of drama or dance as an one of the art and
behaviors and traits are not included.
Richert et al., ( 1982) provide checklists and inventories that
identify students with exceptional abilities in the areas of art and music,
such as the Preschool Talent Checklists by Karnes and Associates ( 1978),
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but drama is not listed as one of the talent areas.

The Scales for Rating

Behavioral Characteristics, by Renzulli-Hartman ( 1976), provide
teachers with a method for observing particular behaviors of giftedness
or talent and to rate their frequency. The student characteristics
include dramatics, communication, precision expressiveness, planning,
creativity, motivation, leadership, musical, artistic, and learning; but
this instrument is recommended for elementary students.
Examples of curricula that could be used for both identification
and programming purposes in a heterogeneously grouped class or
broad Talent Pool are provided in the National Report on Identification
(Richert et al., 1982). Six examples of curricula are listed which are
designed for K -3; and one visual and performing arts project is
included for middle and high school students, the Center for Theatre
Techniques in Education (CTTE). None of these curricula are
specifically designed for preschool gifted children.
One possible use of creative drama to develop and identify
potential in gifted preschool children may be Gardner's ( 1983) seven
multiple intelligences listed earlier in this reveiw.

Gardner (1985)

believes that potential abilities in all of the multiple intelligences can
be assessed early. He stated that exploration of the multiple
intelligences might help in research related to theatre. Gardner
explained that as a person appears as a performer, he or she is
orchestrating the many intelligences, blending them together, and

making them work effectively. Thus, creative drama may offer
opportunities for observation of all the multiple intelligences.
The review of the literature reveals little research on the actual
use of creative drama as an observation-based strategy in a
developmental curriculum for the provision of an environment to
foster potential and identification of giftedness in preschool children.
Yet, evidence from this extensive literature review does suggest that
creative drama could be used as an effective method of identification in
a multiple criteria approach which would be developmentally
appropriate for use in the identification of gifted preschool children.
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CHAPTER III

Summary, Conclusions, and Implications for Further Research

Summary

The purpose of this study was to review the current literature to
establish the viability of creative drama as an observation-based
strategy for identification of preschool children in an established
learning environment. First, the literature revealed that the early
environment has been recognized by many scholars as very influential
in the development of potential in early childhood. The necessity of
identifying giftedness early in order to provide services to meet
children's needs was also revealed in the literature review. In addition,
the reviewed literature indicated that early identification is important
for placement in an environment conducive to emergence of talent and
to give an experiential foundation for gifts to emerge which might not
otherwise be nurtured (Karnes, 1988). Additional reasons for early
identification and appropriate placement included the positive
influences on motivation to learn, persistence to a task, and self concept
regarding giftedness. It was also stated that the prevention of
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underachievement was more likely if early identification and
intervention were provided.
It is evident from the literature that scholars recognize the
important role the early environment plays in nurturing potential.

It

is also evident that early identification and appropriate placement for
gifted children are recommended. Yet, preschool gifted children were
described as "underserved." One major barrier to serving the preschool
gifted is the scarcity of preschool programs providing for the special
needs of these children. Another problem related to the identification
and placement of gifted preschool children is the absence of a
consensus in defining a concept of giftedness. Gardner's (1983)
Multiple Intelligence Theory was suggested by Kitano & Kirby ( 1 986) as
a means for providing a definition of intelligence which seemed to
better consider the "whole child" and make allowances for the uneven
development of the preschool age gifted.
A controversy regarding the best methods for identification for
preschool gifted children was also found to be a problem. Many
scholars recommended using an approach that used multiple criteria
paired with individually administered tests of intelligence (Balzer &
Siewert, 1990; Cohen, 1990; and Roedell et al., 1980). Teacher
nominations, which are observation-based and include lists of specific
characteristics, were recommended as one method in a multiple criteria
assessment procedure, if teachers were trained (Rimm, 1984; Karnes,
1983; Clark, 1988; and Roedell et al., 1980).
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The literature review revealed developmental curriculum, as
defined by Richert et al., ( 1982) to be a procedure which uses teacher
observation and which may be appropriate for identification and
programming for gifted preschool children for several reasons. First, it
provides for the development of innate potential through experiential
learning. Second, it is found to be very promising for identification of
those talent areas not amenable to testing. Finally, it offers on-going
assessment allowing for the uneven development of preschool children
(Richert et al., 1982; and Richert, 1987).
Several preschool programs examined in the literature review
were found to use a multi-critieria approach in identification of
children and to include some form of a developmental curriculum
(Burns &Tunnard, 1991; Karnes &Johnson, 1987b, 1991; Karnes,
Shwedel, & Kemp, 1985; and Wexler-Sherman, Gardner, & Feldman,
1988). In these preschool programs examined, creative drama was
found to be absent as a strategy for nurturing and observing potential.
However, the literature review provides information which
suggests that creative drama can be used as an effective observational
strategy in the identification of giftedness in preschool children. The
following statements summarize what the literature says about creative
drama in the classroom, as a teaching strategy and as an identification
strategy:
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1. Many scholars recommend use of creative drama as a teaching
tool in all areas of the curriculum, prekindergarten-12 (Courtney, 1989;
Mccaslin, 1990; and Tarlington & Verrior, 1991).
2. Several curriculum guides advocate the use of creative drama
with the pre-kindergarten age group to enhance personal growth of
the "whole child" (Berghammer et al., 1991; Ball & Halverson, 1986;
Droegemueler et al., 1990; and Saldana, 1985).
3. Evidence supports creative drama's use as a strategy for
development of affective and cognitive skills (Cottrell, 1987; Gangi, 1990;
Heathcote, 1980; and Yaffe, 1989).
4. Creative drama offers opportunities for development of
higher-level thinking and problem-solving skills and collaboration
with peers as recommended by many scholars for gifted preschool
children (Maker, 1982; Pendarvis, Howley, & Howley, 1990; and Van
Tassel-Baska, 1992).
5. Creative drama is defined as a process-centered art form which
utilizes young children's natural interest in learning through play
(Mccaslin, 1981, 1990); this makes it an important process to be observed
when identifying young gifted children.
6. Creative drama has been found to be appropriate for use with
any age, for a variety of learning styles, and for diverse populations of
children (Cottrell, 1987; Cranston, 1991; Kase-Polisini, 1988; and
Henegar, 1984). This can help to assure the cultural fairness of
observational identification strategies.
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7. Creative drama meets all nine of the objectives of Richert's
concept of developmental curriculum which include: (a) content is
interdisciplinary, (b) focus is on creative and critical thinking
processes, (c) environment is product development-oriented, (d)
environment uses resources at higher levels beyond the classroom, (e)
uses affective objectives, (f) allows student responsibility for learning
environment, (g) centers on individual not comparative progress, (h)
records student educational plan and progress, and (i) focuses on selfesteem and interpersonal skills (Richert et al., 1982, and Richert, 1987).
This means that creative drama, as a developmental curriculum may
offer opportunities to nurture and identify gifted potential.
8. Gardner ( 1985) believes potential abilities in all of the multiple
intelligences can be assessed early and that creative drama may offer
opportunities for observation of these intelligences.
9. Creative drama has been shown to be an effective assessment
tool for cognitive skills (Furman, 1981) and affective skills (Perez et al.,
1982). It offers opportunities for observation of characteristics of
giftedness in preschool children identified by numerous scholars
(Karnes, 1983; Kingore, 1990; and Lewis & Louis, 1991).
Conclusions

The literature review has led this writer to make the following
specific conclusions concerning the importance of developmental
curriculum in the early identification of gifted preschool children and
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the role of creative drama as an observation-based strategy within that
learning environment:
1. A developmental curriculum, such as that elaborated by

Richert ( 1982, 1985, & 1987), creates an environment which offers
unique opportunities to nurture and observe potential in gifted
children and should be considered as a procedure for early
identification of giftedness in preschool children.
2. Creative drama is a developmentally appropriate form of
theatre for preschool gifted children and should be considered to be an
integral part of any strategy when creating an environment for
opportunities to nurture and observe a broad spectrum of potential
areas in preschool children
3. Creative drama is an effective observation-based strategy for
assessment of cognitive and affective abilities in children and can serve
as an observation-based stra~egy in a developmental curriculum to
nurture and identify a broad spectrum of potential abilities in gifted
preschool children.
Implications for Future Research

The literature review has revealed some possibile areas for
further research in this area of study. A list of possible additional
research follows:
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1. More experimental studies, both quantitative and qualitative,
need to be conducted regarding the use of creative drama for
instruction and for assessment of preschool gifted children.
2. Surveys of teachers of gifted and preschool children are
needed to determine the extent that Richert's concept of developmental
curriculum is used in the identification process of preschool gifted.
3. Additional research is needed to establish the viability of
Richert's developmental curriculum in nurturing and identifying
potential, both with gifted and non-gifted preschool children.
4. Additional field studies are needed which would explore the use
of creative drama as an observation-based strategy in the
developmental curriculum as described by Richert for purposes of
identifying and nurturing potential in gifted preschool children.
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